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Abstract
Bullying is a world-wide problem impacting students physically, emotionally, and mentally.
Research has shown that bullies lack positive relationships and a sense of belonging at school.
Positive Behavior Intervention Supports (PBIS) is a proactive plan used to teach appropriate
behaviors and prevent behavior problems. The program implements three tiers of support for
students. This project explores the use of a Tier 2 PBIS intervention as a method to increase
students’ relationship building skills and belongingness and decrease negative and bullying
behaviors. The Tier 2 intervention consists of small group curriculum that focus on social skills
to teach students to improve their communication skills to allow them to build better
relationships and friendships thus increasing their sense of belonging at school. To determine the
effectiveness of the small group sessions, a pre/post-test will be used to assess students’ growth.
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Chapter 1: Introduction
Problem Statement
Bullying is one of the most traumatic problems an adolescent can experience in school
and outside of school. Modecki et al. (2014) reported that 36% of school aged children are
bullied by their peers based on a meta-analysis conducted covering 80 countries in multiple
countries. Aldridge et al. (2017) define bullying based on three conditions: 1) It is a repeated
negative behavior that is 2) perpetuated by either an individual or group of students towards
another individual or group of students and 3) involves a power imbalance so that victimized
students struggle to resist or defend themselves against the negative behavior.
There are many different factors that can cause a student to bully their classmates.
According to Cenkseven-Onder and Yurtel (2008) students who bully tend to have poorer
psychosocial health than their friends. Socio-environmental factors such as family relationships
impact their aggression towards their peers. They explain that families of bullies have similar
characteristics such as using physical discipline, hostile actions against children, poor problemsolving skills, and they tend to give permission for hostile acts. They determined that there is a
relationship between an authoritarian parenting style and the act of bullying. Parents of bullies
are often hostile, rejecting, and indifferent to their children and most often permissive toward
aggressive childhood behavior (Felipe et al., 2011)
A second factor that contributes to adolescents participating in bullying behaviors is the
students need to increase their social status. Bullies seem to enjoy having high social status
among their peers (Meland et al., 2010). Romera et al. (2021) describe how social status of an
individual within a group consists of two components: social preference and popularity. Social
preference refers to creating and keeping a friendly relationship with their other group members.
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Popularity refers to a relative social position that involves visibility and social prestige. They
continue that when a bully is promoted to a more prominent position socially, then others within
the group automatically assume a lower position.
The third, and most important factor of why students bully their peers is their lack of
connection with their teachers and the school environment. Bullies tend to have poor academics
and they reject the school environment (Felipe et al., 2011). As stated by Pecjak and Pirc (2017)
chronic bullies are significantly convinced that schools allow their social affirmation through
violence. They state that bullies perceive a lower commitment to school, lower academic
achievement, and find school boring. In schools in which peer bullying is tolerated and ignored,
clear sets of rules for behavior are not in place or not enforced, but bullies often report they are
not familiar with school rules or not following them. These beliefs lead bullies to perform peer
bullying more frequently at school (Pecjak & Pirc, 2017).
Importance and Rationale of the Project
Bullying is a worldwide problem that can be witnessed in any school, any type of
institution, and brings about negative consequences (Brito & Oliveira, 2013). A series of national
reports highlight the existence of bullying in extremely similar forms in many countries such as
the U.S., Japan, Canada, Australia, and New Zealand, as well as in developing countries (Koo,
2007). This pattern suggested that bullying can be anticipated in any school setting, although it
can vary with degrees of severity.
Research shows that bullying has a negative impact on the physical and mental health of
students (Pecjak & Pirc, 2017). Chronic victims have higher levels of chronic stress, along with
externalizing and internalizing personality problems, however, the negative behavior associated
with bullying behavior affects the personal and social development of bullies as well as the
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victims (Romero et al., 2021). Both bullies and bullied students share relational, emotional, and
self-conceptual problems, except they differ as to the extent they are impacted by different
emotional and self-conceptual problems (Meland et al., 2010).
Victims of bullying report negative consequences associated with being bullied. It has
been shown that victims suffer detrimental mental health, behavioral, and psychosomatic
consequences (Chai et al., 2020). The authors state that extensive research has revealed that
bullying victims are more likely to report anxiety, depression, loneliness, suicidal behavior,
substance abuse, self-injury, and aggression. Victims are also at risk for developing somatic
symptoms such as headache, stomachache, and dizziness due to the psychological discomfort
(Camodeca & Nava, 2022). These internal and external consequences are all aspects observed
during the time the victimization takes places, but also later on in life during adolescence and
during adulthood.
Islam et al. (2021) found strong associations between bullying victimization and health
risk behaviors, specifically suicidality and self-harm in adolescents. Kirklewski et al. (2020)
report that sexual and gender minority students or those identifying as lesbian, gay, bisexual,
transgender, and questioning (LGBTQ) are significantly more at risk to experience higher levels
of victimization and suicidal tendencies. LGBTQ students report higher levels of depression and
lower levels of self-esteem which can lead to poorer mental health than their non-LGBTQ peers.
Students being targeted by bullies have many repercussions while at school. They fear the
harassment, taunting, and humiliation that accompanies it (Aluede et al., 2008). The researchers
cite Kerlikowske (2003) to explain that children who are bullied are more likely to have
difficulty concentrating on their school work, their academic performance decreases, higher rates
of absenteeism, and increased rates for dropping out of school.
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Bullying does not just impact the victims but can have short-term and long-term impacts
on the bully. Research has shown that bullies are seldom able to conduct positive friendships,
they are often anti-social as adults, and are more prone to juvenile crime and criminal activities
in later life (Aluede et al., 2008). Bullies are often found to have difficulties detecting basic
emotions such as fear or sadness and struggle to recognize their role in their victim’s suffering
(Felipe et al., 2011). While in school, they find school boring and exhibit poor academics and a
negative sense of belonging to the school (Pecjak & Pirc, 2017). Camodeca and Nava (2022)
report evidence that bullies also develop a series of psychological disorders that can increase
their failure in school, facing higher unemployment, drug abuse, suffering from depression, and
committing self-harm.
Bullies and their victims are not the only people affected by the actions of the bully.
Students who witness bullying are also known as bystanders and many do not take a side or
intervene in the situation. When students witness bullying, it can be a very upsetting experience
for them. Witnesses can experience the victimization vicariously and give rise to negative
outcomes and personal distress (Camodeca & Nava, 2022). Rivers et al. (2009) explain that
witnesses of bullying are at higher risk for mental health problems, including somatic complaints
and substance abuse. They suggest that the fear of being victimized themselves or being
empathetic to the victim’s situation and feelings may account for the increase in anxiety and in
the development of their somatic complaints.
The negative physical and mental impacts of bullying affect the bully, the victims of
bullying behavior, and the bystanders. The effects experienced can be immediate but also longterm impacting students into their adult lives, making this an important problem to study and
address.
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Background of the Project
Bullying is not just a contemporary problem in today’s schools, but instead has been an
issue for decades. Previously, bullying was seen a more specified and simple set of behaviors
than it is current day. According to documents from the 18th and 19th centuries, bullying was
typically described as physical harassment that usually related to a death, strong isolation, or
extortion in school children (Koo, 2007). Koo continues that during this time in the U.K. young
school boys in boarding schools were the typical victims of bullying carried out by senior pupils
and teachers. They explain that until the 1950s, bullying was viewed as a misbehavior of direct
physical aggression or verbal taunting.
In 1897, the first significant journal article surveyed young people in terms of teasing and
bullying in an attempt to determine the motives for the behavior (Burk, 1897). Then there was a
long gap in time before the issue was addressed again (Koo, 2007). Koo continues to explain that
the next significant study was conducted in Scandinavia in the 1970s by Dan Olweus. He was the
first to develop a systemic method of studying bullying using a self-report questionnaire. Since
then, multiple researchers have continued the research on the topic of bullying, but examining it
from different disciplines such as education, psychology, sociology, and criminology.
In the 1980s, the definition of bullying evolved and now includes more indirect forms of
bullying such as gossiping, unkind gestures, facial expressions, and spreading rumors (Koo,
2007). The author explains that children’s misbehavior has continued to change over the last
half-century and because of this, bullying has changed as well. It has become more psychological
in addition to physical behaviors. In early works, stronger boys are most often cited as the bullies
harshly treating weaker boys. However, as the explanation of bullying had adapted, females are
now included. Koo states that it has been found that females specialize in psychological or

6
indirect bullying such as social exclusion and name calling, whereas males specialize in direct or
physical bullying.
According to statistics from stopbullying.gov, there are specific groups and age brackets
that are more victimized than others. Generally, bullying peaks in sixth grade and then generally
decreases as students transition to high school. Black students make up 25% of bullied victims
followed by White students at 22%, then Hispanic and Asian at 17% and 15% respectively. 32%
of LGBTQ+ students report having been bullying while at school compared to 17.1% of their
straight peers. The LGBTQ+ population also represent diverse background and have additional
social identities that can compound their bullying experiences. Children with physical,
developmental, intellectual, emotional, and sensory disabilities are also at an increased risk of
being bullied.
In modern days, with the advancement of technology and access to technology tools,
cyberbullying has evolved. It is a relatively new form of bullying involving victimization
through aggressive behavior utilizing electronic or digital media, either by individuals or by
groups (Eyuboglu et al., 2021). Eyuboglu conducted a meta-analysis of 80 studies which
examined different bullying subtypes, and found that 15% of adolescents are victims of
cyberbullying. Cyberbullying is characterized as a behavioral issue in which technology,
information, and communication is used to sustain deliberate, repeated, and hostile behavior
which is intended to harm others (De Pasquale et al., 2021).
Cyberbullying is now considered a public health problem. Different forms of direct and
indirect cyberbullying exist as such as flaming (verbal battles), online harassment, exclusion,
cyberstalking, cyber-arguing, cyber-teasing, and violation of a social profile (De Pasquale et al.,
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2021). It differs from traditional bullying victimization because the perpetrators can remain
anonymous, depending upon the platform used (Eyuboglu et al., 2021).
In summary, bullying can occur at any age or grade level, but it peaks in sixth grade.
Victims of bullying have varied backgrounds but Black children, LGBTQ+ students, and
students with disabilities tend to experience more victimization. As behaviors have changed over
time, so have bullying behaviors. It has changed from physical to indirect and psychological
bullying. Bullies typically find school boring, exhibit poor academics, are unable to experience
positive relationships, and have a negative sense of belonging to the school.
Statement of Purpose
I am going to develop a small group curriculum for teaching relationship building and
communication skills to middle school students at my local middle school. The purpose of
lessons will be to help students build and maintain the relationships and feel more connected to
each other, teachers, and the school environment.
The goal is to increase students’ connectedness to the school and student body which
should reduce the amount of bullying that takes place on school grounds. Ozer and Korkman
(2020) reported that a negative school climate significantly predicts peer bullying. On the other
hand, when a positive school climate is created and the school’s social organization is well
managed, the probability of bullying is low and the probability of healthy behavior is high (Ozer
& Korkman, 2020).
Objectives of the Project
It has been shown that students who bully or are bullied do not feel a connectedness to
their school, peers., or teachers. Therefore, the main objectives of this project are to create:
1) a more connected community within the school environment,
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2) better peer-to-peer relationships, and
3) better student-to-teacher relationships.
It is important to create a positive school climate as a whole, outside of the classroom
environment, because bullying more frequently occurs on the playground, stairwells, cafeteria,
and restrooms (Brita & Oliveira, 2013). The authors also state that the quality of school life and
the perception of the school climate are determinants of the school’s sense of belonging among
students.
Definition of Key Terms
Bully: Individuals who do not follow rules, get into physical fights, and pick on others
(Cenkseven-Onder & Yurtal, 2008)
Bullying: Bullying occurs when 1) It is a repeated negative behavior that is 2) perpetuated by
either an individual or group of students towards another individual or group of students and 3)
involves a power imbalance so that victimized students struggle to resist or defend themselves
against the negative behavior (Aldridge et al., 2017).
Bystander: Those who witness bullying but commonly do not take side and do not intervene
(Camodeca & Nava, 2020).
Cyberbullying: A new form of bullying involving victimization through aggressive behavior
utilizing electronic or digital media, either by individuals or by groups (Eyuboglu et al., 2021).
Lesbian, Gay, Bisexual, Transgender, and Questioning (LGBTQ): Umbrella term used for
sexuality and gender identity (Kirklewski et al., 2020).
Olweus Bullying Prevention Program (OBPP): Olweus Bullying Prevention Program (OBPP)
was developed and implemented by Dan Olweus in Norway as a way to improve peer
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relationships and promote a positive school environment by raising awareness to bullying (Valle
et al., 2020).
School climate: Refers to the quality and character of social interactions at school and is defined
by the norms, values, rules, organizational structures and relationship patterns unique to each
school (Cohe et al., 2009, as cited by Pecjak & Pirc, 2017).
Sense of school belongingness/connectedness: Refers to the recognition of peers and their love
for classes and school. It is a long-term relationship based on trust, recognition, and support
(Baumeister & Leary, 1995).
Victim: Students being targeted by bullies fearing the harassment, taunting, and humiliation that
accompanies it (Aluede et al., 2008).
Scope of the Project
The scope of the project will include small group activities, designed for middle school
students, to help improve school social climate. It will address important relationships within the
school environment such as peer-to-peer relationships and student-to-teacher relationships. By
establishing and maintaining positive relationships, there will be an increase in students’ sense of
belongingness.
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Chapter Two: Literature Review
Introduction
This chapter begins with a discussion of the theoretical framework for this project that
seeks to decrease bullying through the development of positive relationships and a sense of
belonging/connectedness. It includes a discussion of the social capital and the ecological
systems theories. This is followed by a discussion of the scholarly literature on three overlapping
components of bully prevention: Positive Behavior Intervention Support (PBIS), relationships,
and belonging/connectedness. The summary section highlights the main research findings. The
chapter concludes with an explanation of how the research findings will be used to inform the
final project.
Theory/Rationale
Not only is it important to understand why students bully other students, but it is also
important to understand how the interactions between students in their environment can promote
this type of activity. In the examination of theories, social capital theory and ecological systems
theory provides frameworks to understand the social processes that are at work in the school
environment. These theories will help explain the complex social dynamics involved in the
process of bullying.
Social Capital Theory
According to social capital theory, individuals invest in social relationships to gain access
to resources rooted in these relationships (Evans & Smokowski, 2015); social capital is defined
as the benefits gained from social relationships. In a school setting, social capital is best
represented by friends and social status (Evans & Smokowski, 2015).
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Social capital theorists explain that positive relations in a social network create a
desirable outcome that benefits all individuals within the network (Coleman, 1988). Coleman
posits that individuals form and invest in social relationships to fulfill goals, and profit from their
interactions with others. Student success can be attributed to different levels of existing social
capital found in the networks and connections established in school (Acar, 2011).
In terms of bullying behavior, social capital theorists explain how social ties offer four
benefits in increasing social capital. Lin (as cited in Evans and Smokowski, 2015), provides a
description for each of these benefits. The first beneficial tie is the ability to access information
about opportunities and choices that might not otherwise be available to those individuals outside
the relationship. When applied to middle school students, students with social connections to the
popular crowd will likely have access to social events where they may interact and form bonds
with high status peers. Bonding with these peers is a form of social capital. As the student bonds
with high status peers, they are increasing their social standing and decreasing their chances of
being bullied.
The second benefit from their acquired social ties occurs when students make
connections with people in power (Lin, 2001, as cited in Evans and Smokowski, 2015).This
connection may help individuals influence the student in power. By having a relationship with
the popular student’s friend group, a student could potentially earn protection from being the
target of bullying behavior.
According to Lin (as cited in Evans and Smokowski, 2015) the third benefit of students’
social ties is the opportunity to increase their social credentials. Creating social connections with
certain individuals can create access to additional resources. For example, if a girl who is
deemed not popular begins dating a boy that is identified as popular, she is increasing her social
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capital with this social tie. This relationship can provide her access to the resources possessed by
the popular boy, and in turn, will increase her social status. This gained social status can help
prevent her from being bullied (Lin, 2001, as cited in Evans and Smokowski, 2015).
Finally, the fourth benefit of creating social ties is the ability to reinforce an individual’s
identity and self-worth (Lin, as cited in Evans and Smokowski, 2015). When students are
members of a social group with others who share their common interests and values, they obtain
emotional support and affirmation. Thus, involvement with a group of friends at school can
increase a student’s self-worth and provide them with a potential source of support (Lin, 2001, as
cited in Evans and Smokowski, 2015).
Students victimized by bullying typically have few friends and a low social status which
results in minimal social capital (Evans & Smokowski, 2015). When bullied students have
friends, their friends usually do not provide social capital for the student because these friends
are often rejected by the larger peer group outside their friendship (Scholte et al., 2009). While
having friends can help reinforce a victim’s self-worth, the friendships created usually do not
increase their access to social information, improve social credentials, or provide opportunities to
interact with more powerful social figures in the school (Evans & Smokowski, 2015).
Victimized students’ lack of social capital can intensify and prolong their victimization.
Evans and Smokowski (2015) explain that many victims lack friends who can protect them from
being bullied and they are unlikely to receive help from bystanders. They state that research
shows only 10 to 20% of bystanders intervene to protect victims of bullying and without
intervention the bullying will continue uninterrupted. However, because of the victims’ low
social status and social awkwardness, they are often seen as undesirable friends, and this makes
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it difficult for victims to make friendships and increase their social capital (Evans & Smokowski,
2015).
Bullies typically have an easier time acquiring social capital. They use bullying to
increase their social capital (Pellegrini, 2002). As bullies exert power over weaker students, they
increase their position in the social hierarchy (Evans & Smokowski, 2015). Bullies have
perceived popularity and increased social status because other students think of bullies as having
power and social prestige. The researchers argue that this perceived power protects bullies from
becoming victims and increases the likelihood of peers rallying around them. Bullies generate
influence among groups of friends using intimidation and violence, which is a type of social
capital (Carney et al., 2018). This group of followers allows the bullies to reinforce their selfworth, which is also a benefit of increased social capital. By being a social group leader, the
bullies also gain opportunities for increased social connections and expanded social credentials.
Many times, bullies need to maintain their bullying tactics to stay in control of their social group
(Evans & Smokowski, 2015).
Bronfenbrenner’s Ecological Systems
Bullying is a dynamic process that involves how one identifies oneself and also how one
interacts with others within their social environment. Bronfenbrenner’s ecological systems
theory can be used to understand the complexities between bullying involvement, bullying
behavior, and belongingness. Ecological system theory explains that human development is
driven by social processes and nested systems surrounding the developing child, and these
processes are reciprocal, active, and evolving (Bouchard & Smith, 2017). Five nested systems
are identified in the model: microsystems, mesosystems, exosystems, the macrosystem and the
chronosystem.
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According to the ecological systems theory, the individual is located in the center and is
most powerfully impacted by the persons, objects, and symbols in their immediate environment.
This is their microsystem and people live in numerous microsystems concurrently (Bouchard &
Smith, 2017). The mesosystem refers to the interrelations between the individual’s microsystems
at a specific point in time (Slaten et al., 2017). For example, when teachers and parents interact
during parent-teacher conferences, school and family microsystems are linked. The exosystem
refers to social contexts that do not contain the individual but impact the child indirectly, such as
school board decisions. and the macrosystem refers to institutional patterns of culture or
subculture and consists of social, political, and cultural norms and values (Bouchard & Smith,
2017). Finally, Bouchard and Smith explain that the chronosystem refers to the events and
transitions that occur over the individuals’ lifespan and gives a chronological perspective.
Within the social-ecological model, bullying is considered a social construct (Rose &
Espelage, 2012) that is rooted in the mesosystem, which is where individual factors and the
environmental factors interact (Slaten et al., 2017). Rose and Espelage (2012) explain that
bullying may be grounded in social and communication skill deficits, when youth either struggle
with or excel in social interactions. The possession of these social skills has been found to be
associated with protective factors such as belongingness and social support (Espelage, 2014).
Rose et al. (2015) argue that when students establish a protective peer base, have a strong sense
of belongingness, and seamlessly integrate into their school environment, they are less likely to
be involved in bullying.
The social-ecological theory model also suggests that teachers are in a unique position to
be able to influence relationships and much of this influence is accomplished through studentteacher relationships. Bierman (2011) explains that teachers can affect students’ socialization
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directly through their teaching practices but also indirectly through teacher-student relationship
quality. Bouchard and Smith (2017) found that teachers are relational role models and
interactions between teacher and student can profoundly impact students’ relationships with their
peers, and their bullying experiences.
Research/Evaluation
The following section analyzes research on the role of student relationships and sense of
belonging/connectedness in improving student behaviors at school. It is organized into three
sections. The first section, PBIS, describes the use of a multi-tiered system of supports as a
method of reducing student misbehavior and bullying. The second section, Relationships, will
look at the importance of creating positive relationships within the school environment to reduce
negative behavior and then will be broken down into three subsections explaining how positive
relationships can be developed through the use of a multi-tiered system of support. The third
section, Sense of Belonging/Connectedness, will explain the impact of a sense of
belonging/connectedness on behavior and student well-being; it includes three subsections on
how a sense of belongingness can be incorporated into school using multitiered systems of
supports. The information reviewed in this chapter provide the theoretical and research basis to
guide the creation of a tier 2 intervention for relationship building detailed in Chapter Three and
Appendix sections. While all three tiers of PBIS are important to an inclusive school
environment, Chapter Three will focus on a Tier 2 intervention. The Tier 2 strategy has been
selected to provide support for a specific group of at-risk students in need of additional support
as it has been shown to be effective in assisting with increased positive relationships and school
connectedness.
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Positive Behavior Intervention Supports (PBIS)
PBIS is a proactive, comprehensive school-wide approach designed with a goal of
reducing student problem behavior, promoting student success, and increasing the overall
climate of the school by redesigning the school environment (Lassen et al., 2006). The
researchers have suggested the importance of incorporating interventions into the school
environment that involve the entire school community and focus on building positive
relationships among all stakeholders. According to Oswald et al. (2005), PBIS has shown to be
effective in reducing challenging student behavior and modifying and reducing the number of
bullying incidents in school.
The PBIS framework includes a multi-tier system of support (MTSS) with school-wide
initiatives, individual classroom approaches, and individual levels of support (Wang et al., 2013).
The primary level, Tier 1, focuses on school-wide teaching and encouraging of appropriate
behaviors, prosocial traits, and positive social skills for all students. According to Wang et al.,
(2013), approximately 80% of students respond to Tier 1 supports. The secondary level, Tier 2,
supports approximately 15% of students who do not respond to Tier 1 interventions and offers
more intensive services such as targeted social training and positive attention (Cramer &
Bennett, 2015). The tertiary level, Tier 3, is directed toward the 5% of students who did not
respond to Tiers 1 or 2 and require individualized behavior planning or individualized
interventions (Wang et al., 2013).
Gage et al. (2019) studied whether universal PBIS had an effect on student perceptions of
bullying victimization. Their research demonstrated that PBIS, implemented with fidelity, had
positive effects on reducing suspension rates and boosting academic achievement. According to
Gage et al. (2019) bullying victimization may be reduced when PBIS focuses on teaching
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prosocial behaviors, uses data to make decisions, and reinforces appropriate positive behaviors.
McIntosh et al. (2021) studied the impacts of professional development workshops in addition to
the incorporation of PBIS strategies to improve school discipline. After one year of
implementation, schools receiving intervention had improved school outcomes, including
decreased use of exclusionary discipline and improved ratings of school climate.
Letendre et al. (2016) also examined the impacts of rewarding and correcting children in
learning specific actions through the use of a PBIS tiered system. In their study, student
behaviors were emphasized but students were not labeled as bully or victim. Within their
classroom level PBIS lessons, students were taught the importance of a universal language to use
in social scenarios where bullying may occur and how to seek assistance from others. Focus
groups determined that the universal language encouraged students to help each other but also
allowed the teachers to assess student skills and identify those students needing additional
interventions. Results also showed that the learned skills and universal language were useful in
changing some of the school’s cultural norms regarding fighting and aggression.
Relationships
Gregory et al. (2014) explain that authentic and supportive relationships built between
staff and students are an important catalysts in promoting a positive school climate, reducing
problem behaviors, and reducing racial discipline gaps. Research also emphasizes the importance
of establishing strong, healthy relationships built on trust and respect between teachers, school
staff, administrators, students, and their families. For example, Abregu (2012) states that as
schools begin to move away from exclusionary practices and begin to focus on building
relationships, they create opportunities to support students’ healthy social-emotional
development.
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Anyon et al. (2018) conducted a qualitative study to study discipline strategies in schools
with low suspension rates. The researchers examined narrative answers from interviews and
focus groups in which participants were asked about interventions and strategies that were
essential to their school’s discipline reform. Educators reported that appropriate student-staff
relationships created a basis for the knowledge and understanding of students’ lives and this
allowed teachers to respond to student misbehavior by implementing appropriate consequences
or interventions. Anyon et al. found that when teachers build relationships with students, it
helped them identify and target the root cause of the problem, rather than responding to the
negative behavior. Anyon et al. argue that teachers need to foster positive and prosocial
behaviors to create a friendly atmosphere and mutual responsibility. Discipline can then be used
as an opportunity for growth and problem solving, rather than mere punishment (Anyon et al.,
2018).
Anyon et al. (2018) described the teacher-student relationships as different from
friendships because they are defined by having a mutual respect. Participants in the study
characterized appropriate relationships to be “warm-strict” (p.225) which entailed showing
genuine care about the student but then also holding them accountable for their actions. Effective
teacher-student relationships did not involve leniency or lower expectations, but instead fostered
a sense of obligation between staff members and students.
In an attempt to stop bullying behaviors, Garandeau et al. (2016) examined the bullies’
perceptions of how they were treated by teachers after an instance of bullying had occurred. Staff
were instructed to handle bullying discussions with students in either a confrontational or nonconfrontational manner. During a confrontational discussion, students were told that bullying
was a behavior that was not tolerated and teachers focused on holding the bully responsible for
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their behaviors. The non-confrontational intervention focused on a no-blame approach and an
absence of accusations, with a key component being the arousal of bullies’ empathy for their
victims. The researchers found that the way the bully was approached by staff had an impact on
whether or not the student would make an attempt to change their behavior. Garandeau et al.
(2016) concluded that condemning the behavior yields desirable effects, but blaming the child
does not. They found that it was advantageous for teachers to direct these conversations toward
raising bullies’ empathy while condemning the poor behavior. Similarly, van Aalst et al. (2021)
found that positive student-teacher relationships helped when communicating alternative
behavioral strategies to aggressive children, further highlighting the importance of the manner in
which teachers approach bullies in relation to their bullying behavior (van Aalst et al., 2021).
Tier 1 Strategies for Building Positive Relationships
Kennedy and Haydon (2021) reviewed strategies intended to cultivate and maintain
student-teacher relationships. A closer teacher-student relationship was found to decrease
inappropriate student behavior and the number of students who require targeted and
individualized behavior supports. The researchers found that when teachers worked to create
positive relationships with all students, this could serve as classroom level support within the
PBIS framework.
Practices that can contribute to positive teacher-student relationships in the classroom
need to be intentional (Cook et al., 2018). Explicitly explaining clear classroom rules, teaching
and reteaching routines, and clearly communicating expectations and consequences of
misbehavior are important in establishing the foundation for positive student relationships
(Kennedy & Haydon, 2021). Taking time to get to know the students can help develop a
foundation as well. Activities such as students completing an informational sheet that explains
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hobbies and interests was reported to be beneficial for getting to know students’ personal
interests (Cook et al., 2018).
Greeting students at the door as they enter the classroom was also a powerful tool for
establishing a positive relationship (Anyon et al., 2018). Anyon et al. reported that spending time
at the beginning of the school day or class period dedicated to connecting to students as a group
and discussing nonacademic items led to positive teacher-student relationships.
During class, teachers can use active supervision to continue building student
relationships. Active supervision refers to the teacher’s ability to interact with students and
maintain eye contact while circulating throughout the classroom monitoring appropriate and
inappropriate behavior (Gage et al, 2020). This type of supervision allowed teachers to interact
frequently with students by having conversations, providing prompts, and providing
encouragement to students (Kennedy & Haydon, 2021). Kennedy and Haydon caution that it
takes a minimum of 8 weeks for teacher-student relationships to become established and each
individual student will vary in their response to the teacher’s attempts to build a relationship.
Tier 2 Strategies for Building Positive Relationships
Friendships are important in a student’s social life; to establish appropriate friendships, it
is essential for students to share activities, share experiences, and have a common, but to do this
requires effective use of social skills (Ikporukpo, 2015). Although developing and maintaining a
friendship is imperative for adolescents’ healthy development, some students may not develop
the skills to be socially competent.
Ikporukpo (2015) studied the effects of social skills’ training on small groups of peerrejected students. The intervention consisted of eight weeks of sessions devoted to the concept of
social skills and included topics such as dealing with anger appropriately, asking questions,
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listening, engaging in conversations, making friends, taking turns, and accepting “no.” The
outcome of the study established that social skills’ training significantly improved the friendship
making ability of the peer-rejected students. They also determined that the effects of the training
did not vary for girls and boys. Both sexes were able to make friends at the same rate. The
students in the group were able to reduce their deficits in their social skills so they could develop
better positive peer relationships. These positive relationships lead to less alienation and
significantly reduced antisocial behaviors.
DeRosier (2004) examined the peer relations and school-based adjustment of children in
elementary school. They focused on students experiencing distinct difficulties for their small
group intervention: highly disliked students, socially anxious students, and bullied children.
These students participated in group therapy utilizing a newly developed Social Skills Group
Intervention (S.S.GRIN). The program combined social learning and cognitive-behavioral
techniques. The goals were to a) build behavioral and cognitive social skills, b) reinforce
prosocial attitudes and behaviors, and c) build adaptive coping strategies for social problems of
teasing and peer pressure. After eight weeks of sessions, group participants involved in the S.S.
GRIN group reported having greater peer liking, a reduction for antisocial affiliations, and
positively impacted the students’ social-cognitive and emotional functioning. Students who
received treatment showed enhanced self-esteem, greater social self-efficacy, and lower social
anxiety over time. Aggressive children who participated also reported that their bullying
behavior and antisocial affiliations decreased over the course of the school year.
Harrell et al. (2008) expanded the research conducted by DeRosier and adapted their
study (S.S.GRIN) to address skills, issues, and themes specific to adolescents ages 13-16 years
old. The new study was referred to as S.S.GRIN-A. Their groups were selected to include
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students with social skills problems such as a) students with an immature skill set relative to their
same as peers, b) students with few, if any, close friends or who experience rejection by their
peers, and c) students who are socially withdrawn or isolated from their peers. The goals
included skills such as learning and practicing key social skills, enhancing self-concepts,
developing positive character traits, mastering coping strategies for dealing with conflict,
building empathy, improving social problem-solving skills, and developing positive social
relationships to decrease affiliation with antisocial peers. Skills were taught for 12 weeks through
a variety of methods such as didactic instructions, practice, modeling, role paying and positive
reinforcement. Based on the results of the study, Harrell et al. (2008) found a statistically
significant increase in self-concept and social self-efficacy, and a statistically significant
decrease in internalizing behaviors such as depression and anxiety. There was also a positive
impact on the social and emotional functioning of the adolescents referred for group sessions
because of their social relationship difficulties. They were more sure of themselves and their
ability to engage in pro-social activities and conversations.
Tier 2 interventions have proven to be an effective strategies to focus on students not
responding to Tier 1 interventions. Strategies such as small group sessions, social skills training,
mentoring, and check-in/check-out are programs aimed at helping students who need more help
in learning new behavioral or academic skills (Hoyle et al., 2011). By working with a specific
group of students in a small group setting, individual needs can be addressed, skills developed,
and important relationships established (Vallaire-Thomas, 2018). Vallaire-Thomas reported that
group situations provided extra support for students to experience a sense of belonging.

23
Tier 3 Strategies for Building Positive Relationships
Students that still struggle with social skills after receiving Tier 1 and Tier 2 interventions
should be referred for intensive tertiary supports on an individual level. Approximately 5% of all
students will respond to this level of intervention (Cramer & Bennett, 2015). Tertiary supports
typically involve a functional behavior assessment (FBA) and a subsequent individualized
behavior intervention plan (BIP) (Gage et al., 2019). Upon conducting a full FBA, practitioners
can design an individualized intervention that can include multiple components such as teaching
replacement behaviors, adjusting classroom environments, changing reinforcement
contingencies, extinction procedures (McDaniel et al., 2017) or referral to outside agencies.
Since Tier 3 strategies are tailored to each individual student, there is not one specific blanket
intervention that can be put into place.
Sense of Belonging/Connectedness
Based on Maslow’s theory, the need to be accepted, loved, cared for, and supported by
others is universal. In a school setting, the sense of school belonging refers to the recognition of
peers and their love for classes and school. It is a long-term relationship based on trust,
recognition, and support (Baumeister & Leary, 1995). Many anti-bullying interventions are
based on the school environment and the students’ positive perception of their school belonging,
and researchers have shown that there is a positive correlation between students’ sense of school
belonging and their well-being (Xu & Fang, 2021).
Xu and Fang (2021) administered a questionnaire that assessed students’ experiences
with school bullying along with the frequency and types of bullying experienced. They also
administered a questionnaire to determine the students’ sense of belonging in relationship to
positive and negative feelings. Xu and Fang determined that the mediating effect of school
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belonging was significant, which indicated that school bullying can affect students’ subjective
well-being through school belonging. The researchers found that the higher the frequency of
bullying behaviors, the lower the students’ personal subjective well-being. They also found that
students who experience more school bullying tended to have a lower sense of identity and
belonging at school and eventually lost their trust in school.
Slaten et al. (2017) also documented the inverse relationship between school belonging
and bullying behavior. Utilizing a school-wide climate assessment they measured the indirect
effects of individual-level interactions, such as peer belonging, on bullying behaviors through
group-level interactions, such as school belonging. The researchers found that increased peer
belonging was a predictor of increased school belonging, which lead to a more substantive
decrease in bullying behaviors. Their results suggest that students who feel a stronger connection
and sense of belonging to their schools are significantly less likely to engage in bullying
behavior.
Tier 1 Strategies for Creating a Sense of Belonging/Connectedness
Greenwood and Kelly (2019) conducted a systematic literature review to identify
methods that were perceived to be helpful while supporting students to develop a sense of
belonging in their school environment. Their goal was to identify views regarding school
belonging and determine how staff promoted a sense of belonging for their pupils. They
examined strategies from eight studies that met their criteria for inclusion.
Teacher connection was identified as a key element of school belongingness and it was
shown that the accessibility of staff could influence the extent to which a student felt a sense of
connectedness to school. Greenwood and Kelly recommended the incorporation of an ‘open-door
policy’ to encourage students to stop in whenever they need support. Having access to a key
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adult in the school environment was identified as another way to help students develop a
connection with a teacher, and which would in turn, support their sense of belonging to the
school. The development of positive relationships, via consistency, rapport building and
developing trust, was also determined to support students feel like they belonged in school
(Greenwood & Kelly, 2019).
Participants in the study conducted by Greenwood and Kelly also discussed building a
sense of belongingness through providing students with emotional support and being sensitive to
students’ emotional states. Support consisted of providing students with counseling, food, or
allowing them access to laundry facilities at school (Biag, 2016).
Biag (2016) reports that in addition to emotional support, support could be provided in
class by helping them with assignments, providing differentiated and scaffolded curriculum, and
providing students with school supplies to ensure students are able to participate in lessons .
Having high academic expectations for students was also found to help students develop a sense
of belonging at school (Greenwood & Kelly, 2019).
Whiting et al. (2022) studied the use of lunchtime activities in a middle school setting to
increase students’ sense of belonging at school. Research has shown the importance of school
lunch as free time and a time to be able to talk and bond with classmates (Janhonen et al., 2016).
While this shared mealtime with peers and friends can help build connections and maintain
friendships, it can also be a time when students feel a sense of insecurity and anxiousness.
Whiting et al. surveyed all students regarding their sense of belongingness and also their
lunchtime activity preferences and students were naturally grouped in five distinct activity
profiled based on their preferences. The clusters were 1) nonactive, 2) disliking other students
messing around during lunch, 3) studious, 4) no lunch friends, and 5) active. Whiting et al. found
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that more attention needs to be paid to lunchtime activities and the support that can occur during
this time to increase a student’s sense of belonging. Providing lunchtime activities can open
opportunities for students without friends in their lunch to engage in social settings that help
them build connections and improve their connectedness to their school community.
Tier 2 Strategies for Creating a Sense of Belonging/Connectedness
Tier 2 interventions are designed to be used with identified groups of students who need
more instruction in addition to the Tier 1 universal level provided. Mentoring programs are a
Tier 2 intervention implemented to help students develop a relationship with an adult or a peer.
Students engaged in high-quality mentoring programs tend to experience improved academic
attitudes, self-esteem and prosocial behaviors (Chan et al., 2013).
Coyne-Foresi (2016) examined the impact of a student mentor program to determine
whether participation in the program influenced change in the students’ connectedness to school,
peers, and teachers. Middle school students self-identified their interest in becoming a mentor
and wanting to positively impact younger students. The school counselor and teachers
identified12 elementary students as mentees. These students were identified based on their
struggles in social situations or within their home and/or classroom environment. The goal of the
mentoring program was to build connectedness to the school as safe haven and to their teachers
as a source of support. Mentors were trained in the mentoring process utilized by the “Whiz Kidz
program” (p.72) and provided the skills needed to mentor their partner. The program continued
for 34 weeks. In the mentee group, posttest increases suggest small gains in school
connectedness from program participation, however the mentor group reported significantly
higher connectedness to school after participating in the program. The mentors benefitted as
much as the mentees. Mentors reported greater responsibility and leadership, and mentees
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exhibited greater social skills and confidence. Coyne-Foresi (2016) cautions that strict attention
needs to be paid for appropriate matching of mentors and mentees to ensure a likelihood of
mentors bonding with their mentees.
Tier 3 Strategies for Creating a Sense of Belonging/Connectedness
Tier 3 is the third and final level of support in the PBIS model. Students requiring this
level of support often exhibit chronic problems that will need more exhaustive and
individualized interventions (Safran & Oswald, 2003, as cited in Vallaire-Thomas et al., 2018).
As the case of all tertiary supports, they involve the completion of a functional behavior
assessment to provide practitioners with potential interventions (Pugh & Chitiyo, 2012).
Behavior intervention teams can identify specific problem behaviors and determine the
appropriate replacement behavior (Hieneman et al., 2005, as cited in Pugh & Chitiyo, 2012).
Typical supports found at this level include individualized behavior contracts, behavior support
plans, and Individualized Education plans (Vallaire-Thomas et al., 2018).
Summary
Bronfenbrenner’s Ecological Systems Theory can be used to understand the complex
dynamics involved in bullying situations. Ecological system theory explains that human
development is driven by social processes and the five nested systems surrounding the
developing child (Bouchard & Smith, 2017). The child is at the center and is most powerfully
impacted by their immediate environment. This is their microsystem and people live in numerous
microsystems concurrently (Smith & Bouchard, 2017). The mesosystem refers to the
interrelations between the individual’s microsystems at a specific point in time (Slaten et al.,
2017).
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Bullying involvement within the ecological system is a social construct rooted in the
mesosystem which is where the interactions between the individual factors and the
environmental factors are present (Slaten et al., 2017). When students struggle with
communication skills and social skills, they decrease their opportunity to develop a sense of
belongingness and peer support (Rose and Espelage, 2012). If students can establish a protective
peer base, a sense of belongingness, and integrate into their school environment, they are less
likely to be involved in bullying (Rose et al., 2015). Bouchard and Smith (2017) concluded that
teachers are relational models and interactions between teacher and student can profoundly
impact students’ relationships with their peers, and their bullying experiences.
PBIS is a well-documented method of delivering materials to students that improve
student behavior at school. This review provides research-based evidence which outlines the
positive benefits of the implementation of a multi-tiered system of support to increase the
formation of positive teacher-student relationships and school connectedness. It includes schoolwide initiatives, individual classroom approaches, and individual levels of support (Wang et al.,
2013). These proactive strategies have been found to be effective in reducing challenging student
behavior and modifying and reducing bullying incidents in school (Oswald et al., 2005). PBIS
has been shown to have positive effects on suspension rates, academic achievement (Gage et al.,
2019), and improved ratings of school climate (McIntosh et al., 2021) by teaching prosocial
behaviors.
Authentic and supportive relationships built between staff and students have also been
identified as an important catalyst in promoting positive school climate and reducing problem
behaviors (Gregory et al., 2014). When teachers and staff have knowledge and understanding of
students’ lives, it allows them to respond to misbehavior with appropriate consequences and
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interventions. This allows them to identify the root cause of the student’s problem rather than
focusing on the negative behavior (Anyon et al., 2018). A positive teacher-student relationship
can help when teachers are communicating alternative behavior strategies to aggressive students,
stipulating the manner in which the teacher approaches the bully in relation to their behavior
does matter (van Aalst et al., 2021).
Relationship building can be addressed through all three tiers of the PBIS system. Tier 1
practices in the classroom need to be intentional (Cook et al., 2018). When teachers explicitly
explain clear classroom rules, teach and reteach routines, and clearly communicate expectations
and consequences of misbehavior, they are building the foundation for teacher-student
relationships to form (Kennedy & Haydon, 2021). Teachers can continue to build on this
foundation by getting to know their students’ personal interests (Cook et al., 2018), and greeting
students at the door (Anyon et al., 2018). Tier 2 practices become more targeted for the 15-20%
of students that do not respond to Tier 1 practices and need additional intervention. Social skills
groups have had significant success with students unable to develop and maintain positive
relationships. Ikporukpo (2015), DeRosier (2004) and Harrell et al. (2008) conducted studies
showing that social skills training in which they focused on topics such as making friends,
learning behavioral and cognitive social skills, reinforcing prosocial behaviors, and mastering
coping strategies experienced greater peer liking, improved friendship making abilities, and a
greater ability to engage in prosocial activities. Aggressive children who participated also
reported that their bullying behavior and antisocial affiliations decreased throughout the school
year (DeRosier, 2004).
Sense of belonging/connectedness refers to the long-term school interpersonal
relationships based on trust, recognition, and support (Baumeister & Leary, 1995). Students who
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experience more school bullying tend to have less sense of identity and belonging at school and
will eventually lose their trust in school (Xu & Fang, 2021). Slaten et al. (2017) documented the
inverse relationship existing between school belonging and bullying behavior. They found
increased peer belonging was a predictor of increased school belonging, which led to a decrease
in bullying behaviors. Students with a strong connection and sense of belonging to their schools
were significantly less likely to engage in bullying behavior (Slaten et al., 2017).
Greenwood and Kelly (2019) conducted a literature review to identify the best Tier 1
practices to promote a sense of belonging/connectedness,. They reported that teacher connection,
an ‘open-door policy’, positive relationships, consistency, and emotional support were
determined to help students feel like they belong in school. In addition to emotional support,
academic support was also noted along with having high academic expectations to encourage
students to feel connected at school. Lunchtime activities were also determined to be helpful
when increasing students’ sense of belonging. The cafeteria can be a time when students feel
insecure or anxious, if they don’t have friends to interact with at lunch. Providing lunchtime
activities can allow students without friends in their lunch the opportunities to engage in social
settings to help them build connections and improve their connectedness (Whiting et al., 2022).
Tier 2 interventions can be used for students who did not respond to whole school
strategies. Mentoring programs are a Tier 2 intervention to help students develop a relationship
with an adult or a peer (Chan et al., 2013). The goal of the mentoring program is to build
connectedness to the school as a safe haven and to their teachers as a source of support (CoyneForesi, 2016). Coyne-Foresi (2016) examined a school mentoring program and the mentees and
the mentors reported higher connectedness to school after participating in the program. Mentors
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reported great responsibility and leadership, while the mentees exhibited greater social skills and
confidence.
Tier 3 strategies for both relationship building and fostering a sense of
belonging/connectedness are similar. Students requiring this level of support often exhibit
chronic problems and need more exhaustive and individualized interventions. As the case of all
tertiary supports, they involve the completion of a function behavior assessment to provide
practitioners with potential interventions (Pugh & Chitiyo, 2012). Typical supports at this level
include individualized behavior contacts, behavior support plans, or Individualized Education
plans (Vallaire-Thomas et al., 2018).
Conclusion
Bullying is a negative social dynamic and leads to a disruption and suffering for those
involved. Social capital theory provides a framework to explain the reasons students bully their
peers while Bronfenbrenner’s ecological system’s theory explains how the students’ environment
impacts their belongingness and potential bullying. PBIS is an evidence-based practice that has
been shown to improve student behavior and achievement when implemented with fidelity by
staff. This literature review has explored the positive benefits of relationship building and school
belongingness/connectedness on poor student behavior and bullying. Studies have shown that
positive teacher-student relationships can reduce negative behavior, reduce bullying, and
promote a positive school climate. It also showed how a stronger connection to school and an
increased sense of belonging can lead to a decrease in bullying behaviors. Finally, this review
has examined research on how positive relationships and sense of belonging/connectedness can
be established through the use of a three-tiered PBIS method of delivery. Delivery of materials
by the use of PBIS will ensure all students will have the opportunity to learn these skills. The
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project described in Chapter 3 will focus on a Tier 2 strategy as it provides more intensive
support for students needing additional interventions and is supported by the results discussed in
this review.
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Chapter Three: Project Description
Introduction
Bullying is a traumatic experience for 36% of school aged children (Modecki et al.,
2014). The purpose of this project is to provide a series of small group lessons that focus on
improving students’ social skills. In addition to improving social skills, the interactions between
students in a small group setting along with the opportunity for mentoring by the school
counselor, students will increase their school connectedness. Using this project, a school
counselor can provide students with the skills necessary to establish and maintain relationships
and increase their sense of belonging to decrease negative student behaviors.
This chapter provides a description of the components of the project, including the
rationale and description of the materials and necessary documents which are included in the
appendix. Next, the project evaluation methods and the criterion for success are explained. Then
the project conclusions are described with reference to previous studies and research. Finally, the
plans for implementation are provided containing recommendations for the implementation of
the small group lessons along with suggestions for communicating the results of the project.
Project Components
The main objectives of this project are to create better peer-to-peer relationships and
increase students’ sense of school belonging. PBIS implementation in school has been proven
effective in improving positive student behavior through the use of a multitiered system of
support (Gage et al., 2019; Oswald et al., 2005; Wang et al., 2013). Based on published research
on the positive impacts of Tier 2 interventions (Chan et al., 2013; Coyne-Foresi, 2016; DeRosier,
2004; Harrell et al., 2008; Ikporukpo, 2015), this project will focus on utilizing small groups and
mentoring. While all levels are crucial for PBIS success, Tier 2 will provide additional support
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for students needing support above and beyond what is offered through Tier 1 implementation by
classroom teachers. This project provides school counselors with a ready to implement series of
small groups lessons that will teach students social skills to build relationships, increase their
communication skills, and increase their sense of belonging.
The first component of the project is a Student Selection Tool (Appendix A) which is to
be completed by each classroom teacher for their first hour students. It explains the ranking
system teachers are to use to provide each student a score for six questions pertaining to their
interactions with their peers. The eight highest total scores will indicate the students most in need
of Tier 2 interventions and will be invited to participate in small group sessions.
The Overview of Small Group Sessions (Appendix B) provides the logistics of the
interventions and the overview of the entire project.
Once students have been identified, parents will need to consent to their child being
pulled from a specific class time for the small group sessions. The permission slip (Appendix C)
is the third document contained in the components. It provides the information needed to allow
students to participate with the group and must returned with a parent/guardian signature prior to
the first group.
The next series of documents pertain to the small group sessions, including the American
School Counselor Association (ASCA) benchmarks and standards, materials needed,
activity/instructions, exit ticket, and worksheets or handouts needed to complete the lesson.
During the first session, students need to complete the Pre-test (Appendix D) to establish the
baseline for their initial understanding of friendships and communication abilities. The small
group curriculum (Appendix E) is broken down into eight sessions. Session one focuses on
establishing the purpose of the group and creating group rules to be followed by all participants
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throughout the duration of the sessions. At the end of the first session, the Pre-test should be
completed by each student.
Session two incorporates SMART goals and the skills students need to write their own
goals. Session three addresses the topic of friendship and the qualities of a good friend. Session
four begins to focus on communication skills and how they can impact relationships. Session
five provides information on listening skills, while session six focuses on student questioning
skills. Session seven describes an activity designed for students to practice their conversation
skills with a school staff member during lunch. This opportunity provides a non-threatening
setting for students to work on their skills without fear of judgment from their peers. The final
session is a wrap up for the group. Students will discuss what they learned, complete a thank you
card for the staff member they had lunch with the week prior, and complete the Post-test
(Appendix F).
The week after the small group sessions end, the school counselor will meet with each
student participant individually and review the SMART goals they created in session 2. During
this meeting, the school counselor will utilize the final document in the project which is the
SMART Goal Review sheet (Appendix G) to help the student determine if they met their goal
and offer suggestions as to how it could be revised if it was not met.
Project Evaluation
To determine whether or not a project has been successful, there needs to be an
evaluation tool to see if students have accomplished what the small group sessions are intended
to do. The main evaluation tool will be the pre-test/post-test information gathered at the initiation
and conclusion of the small group sessions.
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During the first small group session, each student will complete a pre-test to assess their
understanding and perception of relationships and friendships. At the completion of eight weeks,
they will complete the post-test and their responses will be compared to determine which areas
they reported growth. Student growth will be assessed and categorized to determine which areas
of the intervention were successful and which areas need improvement. The categories will
include (1) goal setting, (2) friendship qualities, (3) communication skills, (4) listening skills, (5)
questioning skills and (6) sense of belongingness/connectedness. Students that do not show gains
in any category can be referred for individualized Tier 3 interventions with the school counselor
or school social worker.
Project Conclusions
Bullying is a world-wide issue with 36% of school aged children experience some form
of bullying either in school or outside of school (Modecki et al., 2014). There are negative
impacts on the physical and mental health of bullies (Romero et al., 2021), their victims (Chai et
al., 2020), and bystanders (Rivers et al., 2009). There are multiple factors that influence bullying
behavior with the most important factor being students’ lack of connection with teachers, peers,
and the school environment (Felipe et al., 2011).
Studies have demonstrated the implementation of PBIS to be effective at reducing
challenging student behaviors (Oswald et al., 2005). The literature supports using a multi-tiered
system of support to increase students’ ability to build relationships and increase their
connectedness to school. Research suggests the use of Tier 2 interventions can increase peer
interactions, improve friendship making abilities, and provide students with a greater ability to
engage in prosocial activities (DeRosier, 2004; Harrell et al., 2008; Ikporukpo, 2015). Research
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has also demonstrated the effectiveness of Tier 2 strategies to develop relationships for the
purpose of increasing student connectedness to school (Chan et al., 2013; Coyne-Foresi, 2016).
To address the issue of bullying in school, this project contains small group sessions
developed to increase friendship skills, communication skills, and increase student sense of
belongingness. When students have positive relationships and an increased connectedness to
school, negative student behaviors and bullying incidents are reduced.
Plans for Implementation
This project is a Tier 2 intervention to be used with fifth grade students to help them
build relationships and increase their school connectedness. Before this project can be
implemented, Tier 1 lessons must be implemented at the classroom level. Whole-school lessons
need to be instructed by classroom teachers beginning at the start of the school year. Once the
school expectations have been taught and reinforced building-wide, then it would be appropriate
to start the selection process for students needing a Tier 2 intervention.
The student selection tool should be completed by fifth grade teachers by reviewing the
social skills of each student in their morning class. This would allow all fifth-grade students to be
reviewed and included. Once teachers have completed their evaluation, the school counselor will
add each students’ scores and rank them by total score. The students with the highest total scores
would be potential participants in the small group sessions. If more than six to eight students are
identified, more small groups can be formed to allow more students to participate. If additional
groups are formed, they will all follow the same curriculum, but meet on different days.
The identified students will individually be addressed and given a permission slip to have
signed by a parent/guardian. Only students with returned permission slips can participate with
the group. In the event a parent/guardian does not want their child to participate and does not
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return the permission slip, their student’s name will be removed from the group list and the
student with the next highest score will be asked to join and given a permission slip.
Teachers will be notified of the group members and days and times of the group sessions.
The group sessions will be conducted in order on a weekly basis for eight weeks. If there is a
conflict for their regularly scheduled day, the group will meet on the next available day. The
class period selected for this strategy is What I Need (WIN) time, which is a 30-minute designed
intervention time. The intervention group meets daily and each WIN group focuses on a specific
skill. If necessary, small group sessions could be held during a different class period, although
the class period would need to vary per week so students would not miss the same class each
week.
Group sessions will begin with students being briefed on the purpose of the small group
and then establishing a SMART goal for themselves based on the objectives of the small group.
The third lesson will focus on peer-to-peer relationships, specifically student friendships and
qualities of a good friend. Session four will begin focusing on various communication skills and
continue with listening skills in session five and questioning skills in session six. During session
seven students will practice their communication skills with a school staff member. The staff
member serves a dual purpose. First, they provide a partner with appropriate communication
skills for the student to practice in a non-threatening environment. Second, the staff member will
provide the opportunity for the student to develop a relationship with a trusted adult to increase
their sense of belongingness to the school environment. Finally, in the students’ last session, they
will write a thank you note to the staff member to provide an additional opportunity for the
student to interact with them.
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After the conclusion of the final group session, the school counselor will meet with each
group participant individually to review the SMART goal they created in session 2. If students
do not meet their goal, the goal can be revised or changed and additional check-ins with the
student can be arranged.
The curriculum for this project will be shared with the middle school counseling staff and
advisors working with students in grades five through eight. After the project has concluded, the
results can be shared with the PBIS planning team during their monthly meeting. Results can
also be shared during a monthly staff meeting to demonstrate the impact their relationships can
have on students.
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Student Selection Tool
Directions: Teachers, please fill in the data table for your A.M. students using the rating scale
below. This data will be used to determine students that could benefit from Tier 2 intervention
(small group sessions) after whole-school PBIS lessons have been conducted. The eight students
with overall highest total ratings will be recommended for small group sessions on relationship
building and communication skills.
0 = No
Student
Name

Ex: S. Smith

1 = Seldom
(1-2 times a week)
Rejected
by
peers?

Has
been
bullied?

0

2

2 = Often
(3-4 times a week)
Struggles
to
interact
in
groups?
3

3 = Always (yes)
(5 times a week)

Sits by
themself
at
lunch?

Bullies Misses Total
other
class?
of
students?
ratings

3

0

2

10
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Overview of Small Group Sessions

1. Number of sessions: 8
2. Length of sessions: 30 minutes
3. Class release information: Once per week during WIN (What I Need) time on Thursdays
4. Communication: The counselor will email teachers explaining which students have been
selected, the outcome goals of the group, and the days the group will be meeting.
5. Group member selection process: Teachers will rate their A.M. students in terms of
friendships, interactions in class, missed classes, previous bullying behaviors, and group
interactions. Ratings will be added together for a final total. Students with the highest
rating totals will be referred to school counselor for Tier 2 intervention of small group
sessions. The number of students with high overall ratings will determine how many
small groups need to be formed. If additional groups need to be formed, they will meet
during the same class period, but during different days of the week. (see Appendix A)
6. Grade level participating: 5th grade
7. Number of members: 8 students; two students from each of the four sections
8. Location: Counseling office conference room
9. Pre-Test: see Appendix D
10. Post-Test: see Appendix F
11. Outline of Group activities (see Appendix C through Appendix E)
Pre-Group: Permission slips to parents
Session #1: Reason for small group/Pre-Test/Establishing small group rules
Session #2: SMART goals- What are they? Writing my own
Session #3: Friendship and qualities of a good friend
Session #4: Communication skills
Session #5: Listening skills
Session #6: Questioning skills
Session #7: Lunch with staff member to practice conversation skills
Session #8: Small group wrap-up/Post-test
12. Post-Group: Review of SMART goals with each student individually (see Appendix G)
13. Data collection:
a. Results for Pre/Post-tests
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ANY TOWN MIDDLE SCHOOL
123 Education Avenue
Any Town, MI 44556
(123) 456-7890
Dear Parent/Guardian,
Your student has been recommended for small group sessions on building
relationships/friendships and improving listening and communication skills. We will be learning
about these skills and practicing them. I will meet with your son/daughter on Monday during
WIN (What I Need) time to discuss the topic and explain the purpose of the group. For 8 weeks,
the group will be meeting once a week for 30 minutes during their WIN time on Thursdays.
Group sessions will begin on ______________.
Please sign and date the bottom portion of this permission slip if you give permission for your
child to attend and return it to school with your student by ______________.
If you have questions or concerns, please contact me by phone at ____________ Ext. _____ or
email me at ________________.
Thank you,

School Counselor
Any Town Middle School

I give permission for my student _____________________________ to participate in small
group sessions on building relationships/friendships and improving listening and communication
skills. The group will meet once per week beginning on ____________ for eight weeks.
Parent/Guardian Signature:_________________________________________________
Date:___________________________
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Pre-Test
Name _____________________________________

Date _______________

Using the following scale, circle the number that best describes your level of ability.
Strongly
Disagree
1

Disagree
2

Neither Agree
or Disagree
3

Agree
4

Strongly
Agree
5

Doesn’t apply
to me
N/A

1. I set goals for myself.

1

2

3

4

5

N/A

2. I know how to write a SMART goal.

1

2

3

4

5

N/A

3. I know the qualities of a good friend.

1

2

3

4

5

N/A

4. I know how to be a good friend.

1

2

3

4

5

N/A

5. I have good communication skills.

1

2

3

4

5

N/A

6. I take turns talking during conversations.

1

2

3

4

5

N/A

7. I am a good active listener.

1

2

3

4

5

N/A

8. I know the difference between
listening and active listening.

1

2

3

4

5

N/A

9. I know the 5 “W’s” of questioning

1

2

3

4

5

N/A

10. I can ask questions in conversations to
gather information from the speaker.

1

2

3

4

5

N/A

11. I feel connected to my school.

1

2

3

4

5

N/A

12. I have a trusted adult I can go to.

1

2

3

4

5

N/A
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Small Group Session: 1
Activity: Purpose of Group
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2-Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 6. Effective collaboration and cooperation skills
Learning Objectives
The student will learn:
1. the purpose of the small group
2. appropriate behaviors and rules for group participation
3. complete a Pre-test to measure understanding of friendships and the skills necessary to
maintain them.
Materials needed
Dry erase board and markers, poster paper, markers, copies of Pre-test, pencils, post-it notes
Warm Up
Ask students to explain what the following statement means to them:
To have a friend, you need to be a friend.
Activity
1. Introduce yourself and your role at school.
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2. Explain to students the purpose of the group:
•

building relationships/friendships and improving listening and communication
skills

3. Explain that we need to have group rules in place for our group to be effective. Ask
students to brainstorm rules they believe will help the group and write these on the dry
erase board. When students are finished, ask students to rank the suggestions beginning
with #1 being the most important. Continue to rank the rules, until all rules are ranked.
Make sure to include input from each student. When the group has come to a consensus,
write them on a sheet of poster paper, in order, hang it on the wall, and ask each student
to sign the rules if they agree to follow them while participating in small group.
4. Explain the Pre-test and there is not a grade associated with it. They will be answering
the questions to the best of their ability and then we can compare their answers to the
Post-test they will take when our group is done meeting to measure how much they have
learned. Students should complete the Pre-test and hand them in when done. Make sure
their names are on their Pre-tests.
Ticket Out the Door
1. Give each student a post-it note. Ask them to think about a goal they would like to set for
themselves by participating in this group, and write it on the post-it note. Remind them
to put their names on their goal. When they are done, they can stick them on the white
board on their way back to class. As students are leaving, say good-bye to each of them
individually and thank them for coming.
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Small Group Session: 2
Activity: SMART Goals
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Learning Strategies B-LS 7. Long- and short-term academic, career and
social/emotional goals
Learning Objectives
The student will learn:
1. What a SMART goal is
2. How to write a SMART goal
3. how to evaluate their progress toward their chosen SMART goal
Materials needed
Student post-it notes from last session, pencils, copies of SMART goals worksheet, copies of
SMART goal template
Warm Up
Review rules on group participation from last week’s session. Ask if students have any questions
on them.
Activity
1. Discuss the idea of setting personal goals. Explain that writing down our goals will give
us a better chance of reaching them.
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2. Explain what a SMART Goal is, and write the explanation for each letter on the board.
S = Specific

What exactly will you do? Be specific.

M = Measurable

What will you measure or compare to know if you meet your goal?

A= Achievable

What steps are you going to take to reach your goal?

R = Relevant

What about your goal makes it important to you?

T = Timely

When do you want to complete your goal? Time frame?

3. Pass out SMART Goals worksheet. Complete first goal as a group, and then give them
time to complete second goal individually. After three-five minutes, review their
responses together.
4. Hand back each student’s post-it note from last week. Pass out SMART goal template to
each student. Explain that they will be using their small group goal they wrote down last
week and turning it into a SMART goal. Circulate to help students and answer their
questions. Refer them to the acronym on the board to help guide them through the goal
writing process.
Ticket Out the Door
1. Completion of SMART goal- Students will hand their completed goal to school counselor
as they are leaving and heading back to class. Thank them for their hard work and remind
them about next week’s session- same time and same place.
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SMART Goal Worksheet
Rewrite the following goals to makes them SMART Goals
1. I want to get better grades.
S=
M=
A=
R=
T=
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
2. I will turn in all my homework.
S=
M=
A=
R=
T=
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
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SMART Goal Template
Name _____________________________________
1. What is my Specific goal? What would I like to improve?

2. What actions or steps do to I need to follow to reach this goal?

3. What will I measure or compare to know if I met my goal?

4. Why is my goal important to me?

5. What is the time frame for reaching my goal?

Write your complete SMART goal:
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Small Group Session: 3
Activity: Friendship & Qualities of a Good Friend
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
Learning Objectives
The student will learn:
1. the qualities of a good friend
2. the qualities of being a good friend
Materials needed
Poster paper, markers, pencils, dry erase board & marker,
Warm Up
Ask students to brainstorm ideas about “What makes a good friend?” As student provide
answers, create a mind map on the white board so everyone can see the answers. Write all
answers down that are provided and draw arrows to connect answers when directed to do so.
Activity
1. Explain that once friendships are made, we have to work on them. Any type of
relationship takes work and we only get out of a friendship what we put into it.
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2. On the poster paper on the table, they need to write what they need to do to keep and
maintain a friend, but need to follow the rules of a “Chalk Talk”. In the center of the
poster paper, write “How to maintain a friendship”. Give each student a marker and
review the rules of the Chalk Talk.
Rules of Chalk Talk:
•

You can’t speak.

•

You can only write.

•

You should keep moving slowly to the left so you can read what your classmates
wrote.

•

You can respond to statements on the paper, but they must be constructive
comments.

•

NO NAMES are allowed!

Give students 3-5 minutes to write and read what others wrote. When completed, ask
students to cap their markers and set them down.
3. Hang the poster paper up on the board and discuss their written comments, making
connections between them when appropriate.
4. Pair students up and provide each student with the Lesson 3 handout and a pencil.
Provide the following scenario: Your friend is having a bad day and they are upset.
Discuss ways you can help them. Each student needs to write down three things they can
do to help their friend. If time allows, ask students to share their ideas with the group.
Ticket Out the Door
1. For the today’s Ticket Out the Door, students will use the back side of their handout and
write down two things you are going to do this week to practice being a good friend.
Students will hand their completed “ticket” to school counselor as they are leaving and
heading back to class. Thank them for their hard work and remind them about next
week’s session- same time and same place.
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Session #3 Handout (side 1)
Name ______________________________________
Your friend is having a bad day and they are upset. Write down three things you can do to help
your friend. Discuss them with your partner.
1)

2)

3)

---------------------------------------------------------------------------------------------------------------------

Name ______________________________________
Your friend is having a bad day and they are upset. Write down three things you can do to help
your friend. Discuss them with your partner.
1)

2)

3)
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Ticket Out the Door (side 2)
Name ______________________________________
Write down two things you are going to do this week to practice being a good friend.
1)

2)

---------------------------------------------------------------------------------------------------------------------

Name ______________________________________
Write down two things you are going to do this week to practice being a good friend.

1)

2)
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Small Group Session: 4
Activity: Communication Skills
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
Learning Objectives
The student will learn:
1. the importance of good communication skills
2. how communication can impact their friendships
3. how to take turns when having a conversation
Materials needed
Dry erase board and marker, computer with internet connection, projector with sound, Social
Skill Video- Having a Conversation: https://www.youtube.com/watch?v=z0iyGLNxI6U, for
each pair of students- 10 red and 10 black checkers, pencils, post-it notes
Warm Up
Begin by asking students what the word “communicate” means. Write their definitions on the
dry erase board.
Activity
1. Ask students when they think communication skills are important. After getting their
input, explain that they are all correct. Communication skills are important all the time!
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Being able to communicate effectively can help them with relationships throughout their
entire lives- friends, parents, teachers, bosses, coworkers.
2. Explain that we’re going to work on our conversation skills today and for the next 2
weeks. Play the clip- Social Skills Video- Having a Conversation :
https://www.youtube.com/watch?v=z0iyGLNxI6U At the end of the video clip, write the
four main points on the dry erase board: eyes on the speaker, stay on topic, take turns
talking, ask questions and make comments. Tell students that we’re going to work on
taking turns in conversations today.
3. Pair students. Within each pair, give one student 10 red checkers and the other student 10
black checkers. Explain that they are going to have a conversation with their partner
about their favorite book, movie, or tv show (their choice). They need to take turns
speaking and every time they speak, they should put down one of their checkers. The first
speaker should be on the bottom, and then the second speaker should put their checker
directly on top. This should continue until a tower is made and they are out of checkers.
4. When their conversations are done, direct them to look at their tower of checkers. If they
are taking turns, what should the tower look like? If someone continuously speaks, what
would the tower look like?
5. Students should take their checkers back, pick a new topic and try again but the other
student should start the conversation. This time being aware of alternating each speaker.
Sometimes you need to wait for your turn to speak. What does the tower look like now?
6. Students should change partners and practice again; taking turns so each student gets to
go first and pick the topic.
7. When there are 5 minutes left, tell students to collect their color of checkers and put them
back into the baggies for you to collect.
8. Explain to students that today was one skill of the three conversation skills we’re going to
work on, and we will cover listening and questioning in the next two weeks. The week
after that, we will practice our conversation skills by having lunch with staff members.
Ask students if there’s an adult in the school they’d like to have lunch with to be their
partner, such as a teacher, paraprofessional, secretary, counselor, or administrator? Tell
them to start thinking of an adult they’d like to visit with.

70
Ticket Out the Door
1. Give each student a post-it note and ask them to write the name of a staff member they’d
like to be paired with and to stick it on the door as they are going back to class. Remind
them to put their name on it today as well. Thank them for their hard work and remind
them about next week’s session- same time and same place.
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Small Group Session: 5
Activity: Listening Skills
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
Learning Objectives
The student will:
1. the difference between listening and active listening
2. the importance of listening when having conversations
Materials needed
Blank paper, pencils, colored pencils, post-it notes, computer with internet access, video clipActive Listening: https://www.youtube.com/watch?v=rzsVh8YwZEQ, projector with sound,
post-it notes
Warm Up
Ask students if the words hearing and listening mean the same thing? Why or why not? Write
their explanations on the board.
Activity
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1. Pass out paper and colored pencils to each student. Explain to them you will read the
following set of directions and they must follow them on their paper, but you will not
answer any clarifying questions or repeat the statements.
a. Draw the sun in the sky
b. Draw a boat with 3 sails
c. Color the sun yellow, draw 3 birds in the sky and color 2 sails red
d. Color the side borders green, color the water under the boat blue, draw 4 fish in
the water, and draw 3 more birds in the sky
e. Draw 3 stick people on the boat, put an “X” on one of the sails, color 2 birds
brown, color 1 fish green, and write your name in the left corner.
2. Have students compare their pictures. Ask questions such as: Why are their pictures
different? Was this activity difficult? Why or why not? When did it become harder? What
could be done to make sure they had pictures that looked similar to each other next time?
Could all of you hear me as I gave the directions? How does listening to others impact
what you’re doing? What can that do when you’re having conversations with your
friends? How do your conversations effect your friendships?
3. Play video clip- Active Listening: https://www.youtube.com/watch?v=rzsVh8YwZEQ
4. Ask students “What does it look like when someone is actively listening?” “How does it
feel when you’re talking and the person you’re speaking to isn’t actively listening?”
5. On the back of their drawing, tell students to make two columns labeled- active listening
and NOT active learning. Students should write down what active listening looks like and
in the next column write down what it doesn’t look like. Compare with a partner.
Ticket Out the Door
1. Give each student a post-it note and ask them to write two things they are planning to try
the coming week to be a better active listener and to stick it on the door as they are going
back to class. Thank them for their hard work and remind them about next week’s
session- same time and same place.
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Small Group Session: 6
Activity: Questioning Skills
Grade(s): 5th grade
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
Learning Objectives
The student will learn:
1. the difference between a closed and open-ended question
2. the 5 “W’s” in questioning
3. how questions can assist in conversation
Materials needed
Dry erase board and marker, Question Starters handout, for each pair of students- 10 red and 10
black checkers, post-it notes, pencils
Warm Up
Ask students “Why are questions important?” and write student responses on the white board.
(To obtain information, contribute to a conversation, express interest in another person, to clarify
a point, to test knowledge, encourage further thought)
Activity
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1. Explain that we’re going to discuss different types of questions today. Questions are
important while carrying on conversations. We can learn a lot about the speaker when we
ask appropriate questions. Sometimes misunderstandings occur between friends when we
don’t ask them questions.
2. What do we already know about asking questions? Take all student responses and lump
them into two categories- Closed questions and Open-ended questions. Explain the
difference between a closed questions and open-ended questions. Closed questions can be
answered with “yes”, “no”, or a one-word answer. They don’t help keep the conversation
going. Open-ended questions usually follow the 5 “W’s” of Who, What, Where, When,
and How. Think of a TV reporter and the types of questions they ask. They ask questions
for information and to get the person being interviewed to talk.
3. Examples of 5 “W’s”questions: (write these on the board)
a. Who did you go to the movies with?
b. What was your favorite part of the book?
c. When did finish reading the book?
d. Where did you go to the movies?
e. How was the book?
4. Open-ended question starters: (write these on the board)
a. Tell me more about…?
b. How was your…?
c. Where are you…?
d. When do you want to…?
e. When does…?
f. What do you usually do…?
5. Pass out the handout with the question starters listed. Pair students and give them the
opportunity to practice asking each other questions. The topic is up to them (as long as
it’s school appropriate) Give each pair the red and black checkers to help them keep track
of how many questions they ask each other during their practice time. Black checkers are
closed questions and red checkers are open-ended questions. Use the question starter
handout if you are stuck for a question. The goal is to ask as many open-ended questions
as you can! See how many checkers you can stack! Switch it up and allow the question
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asker to become the question answerer. If time allows, switch partners and continue
practicing.
6. When there are 5 minutes remaining, tell students to put the checkers back into the
baggies and collect them.
7. Remind students that next week, during our small group time, we will be having lunch
but it is going to be an opportunity to practice their conversation skills with an adult from
school.
Ticket Out the Door
•

Give each student a post-it note and ask them to answer the following question- “How
can asking questions help in your relationship with friends?” and to stick it on the door
as they are going back to class. Thank them for their hard work and remind them about
next week’s session- same time and same place.
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Question/Conversation Starters Handout

• Tell me more about…?
• How was your…?
• Where are you…?
• When do you want to…?
• When does…?
• What do you usually do…?
• What made you smile today?
• What is your favorite…?
• What do you think about…?
• Have your ever…?
• What do you think of…?
• How do you know…?
• Would you rather…?
• What are your thoughts on…?
• Do you like…?
• How did you…?
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Small Group Session: 7
Activity: Lunch with staff member to practice conversation skills
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
ASCA Behavior: Social Skills B-SS 3. Positive relationships with adults to support success
Learning Objectives
The student will:
1. practice communication skills (communication, listening, questioning)
Materials needed
Requested staff members, lunch from cafeteria, napkins, trash can, post-it notes, pencils
Prior to today’s small group session, invite the requested staff members to lunch during the
period the small group meets. Explain to staff that the students are working on their
communication skills so they should model and encourage students to ask appropriate questions,
actively listen, and take turns when engaged in conversation.
Warm Up
Prior to staff members joining, seat students and remind them of our previous lessons about
communication, listening, and questioning when participating in conversations. This is our
opportunity to practice.
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Activity
1. When staff and students are all present, tell them to get their lunch in the cafeteria and
return.
2. Allow staff and students to eat lunch and participate in conversations. Circulate among
groups and offer prompts or questions when needed.
3. When there are 5 minutes left, remind participants to clean their area and dispose of all
trash.
4. Thank the staff members for participating and release them.
Ticket Out the Door
1. Give each student a post-it note and ask them to write down how they can use the skills
they practiced today when interacting with their friends and to stick it on the door as they
are going back to class. Thank them for their hard work and remind them about next
week’s session- same time and same place.
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Small Group Session: 8
Activity: Small group wrap-up & Post-test
Grade(s): 5th
Time: 30 minutes
ASCA Mindsets and Behaviors
ASCA Mindset Standards: M 2. Sense of acceptance, respect, support and inclusion for self and
others in the school environment
ASCA Behavior: Social Skills B-SS 2. Positive, respectful and supportive relationships with
students who are similar to and different from them
ASCA Behavior: Social Skills B-SS 1. Effective oral and written communication skills and
listening skills
Learning Objectives
The student will:
1. reflect on what went well during last week’s lunch with staff
2. complete Post-test assessment
3. write a thank you note to the staff members
Materials needed
Copies of Post-test, pencils, dry erase board and markers, thank you notes w/envelopes
Warm Up
What does the following quote mean to you now?
Have your thoughts on it changed since week 1?
“To have a friend, you need to be a friend.”
Activity
1. Lead discussion on what went well during the lunch activity from last week. Ask students
for feedback on how could it be better in the future. Write suggestions on dry erase board.
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2. Explain that the students are going to write a Thank You note to the staff member they
worked with during last week’s activity. On the dry erase board, write a template of what
is appropriate to write.
a. Dear __________________,
b. Thank you for having lunch with me last week.
c. I enjoyed our conversation about ________________.
d. It was nice to get to know you better.
e. Sincerely, __________________.
3. Pass out thank you cards and envelopes for students to complete. Collect when
completed. Make sure the staff members’ names are on the outside of the envelope. Help
students with name spelling if needed.
4. Remind students that you will be meeting with them individually to review their SMART
goal from the beginning of the small group sessions. This will take place next week.
Ticket Out the Door
1. Pass out Post-test and pencils. This is today’s Ticket Out The Door.
2. Give students time to complete it, and collect it as they head back to class. As students
leave, thank them for working hard and remind them you’ll be meeting with them next
week.
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Appendix F
Post-Test

82
Post-Test
Name _____________________________________

Date _______________

Using the following scale, circle the number that best describes your level of ability.
Strongly
Disagree
1

Disagree
2

Neither Agree
or Disagree
3

Agree
4

Strongly
Agree
5

Doesn’t apply
to me
N/A

1. I set goals for myself.

1

2

3

4

5

N/A

2. I know how to write a SMART goal.

1

2

3

4

5

N/A

3. I know the qualities of a good friend.

1

2

3

4

5

N/A

4. I know how to be a good friend.

1

2

3

4

5

N/A

5. I have good communication skills.

1

2

3

4

5

N/A

6. I take turns talking during conversations.

1

2

3

4

5

N/A

7. I am a good active listener.

1

2

3

4

5

N/A

8. I know the difference between
listening and active listening.

1

2

3

4

5

N/A

9. I know the 5 “W’s” of questioning

1

2

3

4

5

N/A

10. I can ask questions in conversations to
gather information from the speaker.

1

2

3

4

5

N/A

11. I feel connected to my school.

1

2

3

4

5

N/A

12. I have a trusted adult I can go to.

1

2

3

4

5

N/A

83
Appendix G
SMART Goal Review
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SMART Goal Review
Student name:
Date:
1. Did you follow your action steps to reach your SMART goal? If no, why not?

2. What were the measurable outcomes of your goal?

3. Did you achieve your SMART goal?

4. If you did, how does that make you feel?

5. If not, what changes should you make to reach your goal? (Do you need more time? Does
your goal need to be changed? What additional things do you need to be successful?)

6. What is your next goal?
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